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ABSTRACT 

This report discusses findings from a study that investigated 
the effectiveness of a student's improved self-knowledge of his or her 
specific learning disabilities in achieving academic success and improved 
self-advocacy skills. Forty-four general and special education faculty 
members and para-educators, and 13 ninth-grade students and their parents 
participated in this action research. All of the student participants were 
members of larger, inclusive science class. At the beginning of the study, 
students and their parents were given a Cognitive Processing Inventory (CPI). 
Based on the outcome of the CPI, they were then given a list of 
recommendations for strengthening their processing weaknesses. Data were 
gathered from surveys of students and teachers, from students' grades, and 
from observations. Results indicated nine students improved a minimum of one 
letter grade in one subject, however, only two-thirds reported a better 
understanding of their learning disability. Six of the nine students thought 
they had used some of the suggestions they were given. Forty-six percent of 
the entire group stated that they had either increased their self-knowledge 
and/or used the recommendations. Less than half of the study's participants 
reported advocating for themselves, while teacher observations of self- 
advocacy were negligible. Appendices include survey instruments. (Contains 20 
references.) (CR) 
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Abstract 

The author describes the effectiveness of a student's improved self-knowledge of his/her 
specific learning disability in achieving academic success and improved self-advocacy 
s kills . Students and their parents were given a Cognitive Processing Inventory (CPI). 
Based on the outcome of the CPI, they were then given a list of recommendations for 
strengthening their processing weaknesses. Data was gathered from surveys of students 
and teachers, from students' grades, and from observations. Results indicated almost 2/3 
of the participants demonstrated improvement in academic performance. Less than half 
of the study's participants reported advocating for themselves, while teacher observations 
of self-advocacy were negligible. 
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How Can I Help Myself? 

Self-Knowledge, Self-Advocacy, and Academic Success 
Introduction 

Topic Introduction 

"I don't get it!" Students with learning disabilities, by definition and by law, have 
deficiencies in information processing. Crouse (1 996) has stated that there are six ways 
the brain processes information, which are directly related to learning: visual processing, 
auditory processing, sequential/rational processing, conceptual/abstract processing, 
processing speed, and attention. A deficit in any one of these makes it difficult for a 
student to "get it" Although the testing psychologist may try to explain the deficiency, 
students, parents, and, unfortunately, teachers tend to focus on the universally used label, 
"Learning Disabled." Rarely are any of the interested parties given any guidance in 
dealing with and overcoming the deficit. 

In the period of transition known as high school, it is vitally important for students 
and all of their support networks to understand exactly what information processing 
problems they face, in order to help each student become a successful adult. Each 
individual needs to understand the nature of his weakness and how to use his strengths to 
overcome the difficulty. A student having self-knowledge of their disability, and how to 
compensate for and overcome the deficit, gains power over their life. It stands to reason 
that this empowerment would lead to improved self-advocacy skills and academic 
achievement 
Purpose Statement 

The purpose of this action research is two- fold: (1) To discover whether students 
with learning disabilities, who are made aware of their strengths and weaknesses in how 
they process information, can they improve their academic achievement and; (2) Whether 
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students with learning disabilities who learn to understand their deficits, can become 
better self-advocates? 

Importance 

The information gathered from this action research will serve as a catalyst for further 
discussion of the effectiveness of current self-advocacy programs, or the need to 
implement them. It will also provide information to assist professionals involved with 
students with learning disabilities, and their parents, in reassessing how initial and re- 
evaluation conferences are conducted. 

Definitions of Terms 

Terms used in this study, according to the literature, are still in the nebulous stage. 
They mean different things to different people and it is difficult to limit their meanings. 
One of the functions of the literature review was an attempt to define the definitions, and 
it is there that they nay be found 

Literature Review 

It was neoessary to review the literature in order to develop a better understanding of 
what is meant by the term ’’processing" and to try to establish how we process 
information. While it is understood and agreed that the " disability" in learning disability 
relates to some difficulty with processing information, there is some disagreement about 
what is nxant by the term information processing. While there is a basic understanding 
of what is meant by processing, the semantics do play a role in the shaping of the studies 
that were found while researching the topic. 

Definitions of Processing 

In the literature, definitions for information processing range from being one step 
in learning, encoding, which occurs after info rm ation has been taken in (Ross, Drysdale, 
& Schultz, 2001) to Neisser's (as dtedin DeCiantis & Kirton, 1996) four stages of 
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information processing: initial acquisition, organization, internalization, and resultant 
knowledge, Cano-Garcia and Hewitt Hughes (2000) divide information processing into 
components that encode, combine, and compare information. Processing skills identified 
by a teacher in a study done by Davies (2000) included ability to read, manage large 
quantities of information, and to express themselves fluently and at length. Sheppard 
(2001) defines efficient processing as the ability to access, retrieve, and manipulate 
information. For the sake of this study, processing will refer to how the brain takes in, 
uses, stores, and expresses infonmtion (Crouse, 1996). Future researchers will also find 
information processing designated as cognitive operations (Tsai, 1999), thinking styles 
(Cano-Garda & Hewitt Hughes, 2000) and learning styles (Gremli, 1996). 

How Infonmtion is Processed 

There also seems to be some debate over how information is processed Torrance, 
Reynolds, and Ball (as dted in Cano-Garcia & Hewitt Hughes, 2000) were some of the 
first to relate processing to the hemispheres of the brain. They related that the left brain 
style processed in a conceptual and analytical way, while right brain style was 
characterized by processing in a synthesist and direct way. Gremli (1996) uses the words 
"analytical” and "global” to describe this hemispheridty while going on to explain that 
the terms left/right, analytical/global, and inductive/deductive have been used 
interchangeably. Left/analytic/inductives learn successively in small steps while 
right/global/deductives take in the broad concepts and then focus on the details 
(Gremli,1996). There is some question about hemispheridty. Research by Zalewski, 
Sink, and Yachimowicz (as dted in Cano-Garda & Hewitt Hughes, 2000) does not 
support the notion. Springer and Deutsch (as dted in Cano-Garda & Hughes Hewitt, 
2000) do not believe that the explanation is so simple and they indicate no conclusive 
evidence to support it. Another pioneer in split brain research, Gazzaniga (1998) now 
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postulates there to be a great deal of individual variation in the functioning of the 
hemispheres, a plasticity that allows brains to adjust. While there is the’possibility of a 
person being predominately one sided or the other, it is believed that the two hemispheres 
perform different and interdependent roles in the processing of information (Crouse, 
1996). The left side of the brain handles the bulk of the sequendng, filing, storage, 
organization and details. The right side of the brain deals with the big picture, ideas, 
creativity, reasoning, and concepts (Crouse). This coincides with the Information 
Processing theory of the brain as a computer where different components perform 
different tasks (Sheppard, 2001). 

There are two general areas that are relevant to all students with learning 
disabilities. In fact, they hold true for most people. To continue with the computer 
analogy: When we look for a good computer, we want processing speed and lots of 
memory. Our onboard computer has two memories, a long-term and a short-term or 
working memory. The working memory is the first stop for information that has entered 
the brain. Capacity of the working memory is limited to 3-9 chunks of information and it 
is called short term because it can only hold the information for 30 seconds (Reilly, 
1998). Embretson (as cited in Reilly, 1998) states that without constant rehearsal, the 
information either moves into long term memory or it is lost. This happens so that room 
can be made for new input (Reilly, 1998). Lindsay and Norman (as dted in Meneal & 
Dwyer, 1999) argue that the longer an item is kept in short term memory by rehearsal the 
better the chances are that it will be retained in the long-term memory. Meneal and 
Dwyer believe that overt, physical rehearsal activities lead to a higher level of learning 
than covert, passive activities. Morris, Bransford, and Pranks' (as cited in Meneal & 
Dwyer) transfer-appropriate processing principle states that the information to be 
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processed must be appropriate to the intended use of the information. This correlates with 
the assertion that memory is an associative structure (Lawson & Chinnappan, 2000). 

Processing speed must be attended to if we are to help the student with 
disabilities help himself. All students with learning disabilities have difficulty when they 
are required to process through their weakest channel; but for some, speed is their 
weakest channel (Crouse, 1996). There is an optimal rate for processing information. If 
information arrives too slowly, no new learning takes place and if it is delivered too fast, 
a student becomes overloaded and frustrated (Reilly, 1998). Murray (as cited in Reilly) 
finds that too high a rate results in a "paralysis of analysis." Wait time is necessary for 
students to be able to handle the information they have before being given any more. The 
amount of time is dependent on the content or logic level (Tsai, 1 999). As was stated 
earlier, if the channels become congested, the information will be lost. 

Crouse's (1996) definition of processing correlates nicely with the model of the 
brain as a computer and possibly makes the concept of learning disabilities as processing 
disorders a little easier to understand. If information gets entered into the computer 
incorrectly, it may have no fr ame of reference to comprehend that a mistake has been 
made. It accepts the data as it receives it. A problem with the operating system may cause 
a computer to do things we do not want done or it may freeze up and crash. Bad memory 
chips or disks mean that everything that is entered will not be retained. Nonfunctiordng 
monitors, printers, or speakers will not allow us to access the information we worked so 
hard to input. Anywhere along the line, a loose or broken cable can bring us to a halt If 
we are persistent and knowledgeable enough, we can often find ways to compensate for 
the malfunction. The important difference between the machine and ourselves is that we 
are capable of making the adjustments and improving our lot 
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Crouse (1996) lists six types of information processing related to learning: visual, 
auditory, sequential/rational, conceptual/holistic, speed, and attentional skills, and the 
implications of a deficit in any one of them. He also offers interventions and remediations 
to help students compensate and strengthen their individual weaknesses. 

Self-Advocacy 

A student's understanding of individual deficits is necessary for establishing the 
foundation for self-determination and self-advocacy. Hitchings (2001) found, in a study 
of 97 post-secondary students, that the majority had difficulty in describing their 
disability and its impact on their lives. The Individuals with Disabilities Education Act 
(1997) mandates that students have a voice in their transitional plans. Martin and 
Marshall (as cited in Eisenman & Chamberlin, 2001) defined self-determination as 
having the ability to act from awareness of personal needs and preferences, set and work 
towards goals, be self-advocating identify needed supports, and evaluate and adjust 
performance. Harris and Robertson (2001) suggest that to be successful, a student must 
possess a good degree of motivation and insight into his or her disability. Emphasizing 
independence and self-advocacy so that a student can seek additional educational 
employment opportunities leads to empowerment (Harris & Robertson). Sheehan and 
Sheehan (2000) and Simon (1999) both cite self-advocacy strategies as being key to their 
success in school and post-graduation lives. 

Method 

Participants and Setting 

Forty-four general and special education faculty members and para-educators, and 1 3 
ninth grade students, and their parents, participated in this action research. All of the 
participants are part of the educational community in a 1000-student, rural, consolidated 
high school in northern Indiana. The school is almost fully inclusional, offering only one 
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English class and one Math class for students who need more practice in basic skills. The 
staff volunteered to take part by completing two surveys. The student participants were 
members of a larger, inclusion science class, co-taught by the author. This allowed the 
researcher at least one period a day to implement parts of the study and to make 
observations. All of the students in the class, who had earlier been evaluated as having 
learning disabilities, were invited to take part. Originally 15 parents gave consent for 
their students to participate. One student later withdrew from school and another student's 
parent withdrew her permission. 

Materials 

The author created three surveys for this action research (see Appendixes A, B, and 
Q. All the surveys used a Likert scale, ranging from 1 to 5, Strongly Disagree to 
Strongly Agree. One survey (see Appendix A) was distributed to the staff at the 
beginning of the research to discern their knowledge and feelings about students with 
learning disabilities in their classrooms. At the end of the study, the staff was asked to 
complete a follow-up survey (see Appendix B), to gauge if there had been any changes in 
their perceptions or increases in student self-advocating behavior. An N/A (Not 
Applicable) option was added to the last two questions on this survey, as certain 
responses to question three rendered them unusable. Students were asked to complete the 
third survey (see Appendix Q, which served as a type of self-evaluation tool. 

At the beginning of the study, the author used the Cognitive Processing Inventory 
(CPI), in order to ascertain each student's outstanding defidt(s) (see Appendix E). The 
CPI is an instrument developed by Dr. Scott Crouse in 1998 and was used for this study 
with his permission. It has a test-retest stability of .92 and split-half correlation range 
from .80 to .91 . Global Processing Index correlation range from .92 to .95. The predictive 
validity is 78% with 12% false p>ositive and 10% false negative predictions, and a 
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concurrent validity of 71% to 84%. After the CPI was administered, it was scored using 
both the Examiner's Manual and computer software, purchased from Dr. Crouse at 
ldinfo.com. 

Uncovering the Mysteries of Your Learning Disability (Crouse, 1996) was a 
valuable reference tool during the course of this research, and a copy was given to each 
participating student, in the hopes it would supply them and their parents with some 
additional insights. 

Procedures 

The actual study took place during the third nine-week grading period. Preliminary 
staff surveys were distributed two weeks prior to the beginning of the term. These 
surveys were coded so that the researcher could discern who had responded, for analysis 
reasons. Letters to potential student participants' parents, as well as consent forms and a 
copy of the CPI, were sent home at the same time, via U.S. Mail to ensure their delivery. 

The letters explained the proposed action research and emphasized the potential 
positive impact this could have on their student. Since Crouse claims better reliability and 
validity from parent responses to the CPI, parents were asked to complete the inventory 
and return it with the signed consent form. Stamped envelopes addressed to the 
researcher had teen enclosed with the other materials for this purpose. As the grading 
period approached, reminder notes had to be sent home and phone calls were made in 
order to gather a large enough sample group. Ultimately, incentives, i.e. extra points and 
gift certificates, were offered to encourage the return of the consent forms and the author 
received the 1 5 responses he had thought necessary for a valid research sample. 

On the day prior to the beginning of the third nine-week grading period, the CPI was 
administered to the students whose parents had given consent A brief explanation of the 
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research project was given and the reason for 4c inventory was explained. The CPI was 
read aloud by the researcher, who gave short, non-committal clarifications as needed 

The author collected the inventories and, using the CPI computer program, scored 
both the student and parent responses. Some parents had chosen only to give their 
consent and had not completed their copy of the CPI. In those cases the researcher used 
only the student s information. The computer program both graphs the student's strengths 
and weaknesses, and gives a written summary. It then prints out specific 
recommendations for working on the diagnosed deficits. 

Written summaries and the suggestions were distributed to the participating students 
on the first day of the term. The researcher encouraged the students to take them home 
and discuss them with their parents, selecting one or two of the recommendations that 
might work best for improving their classwork. During the next two weeks, the author 
met with each of the participating students to further explain the concept of self-advocacy 
and to inquire if they had talked with their parents about the CPI and their results. When 
it became apparent that very little thought was being given to the suggestions by the 
students and there appeared to be no discussion at home, the researcher distributed a copy 
of Uncovering the Mysteries of Your Learning Disability to each participating student. 

He asked that the students take it home and read it with their parents, in the hopes that it 
might stimulate some action. The author offered extra credit points to those students that 
returned a note from his/her parents saying they had read the book. One note was 
received. 

During the remainder of the grading period, the author took on the roles of observer 
and cheerleader. He kept notes in his journal of any actions that he sensed implied self- 
advocacy. When students approached him, asking for his assistance in requesting an 
accommodation or modification, the researcher offered suggestions on how they could 
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appropriately solicit for themselves, encouraging them to follow through, and physically 
standing with them when they did 

At the end of the term, coded surveys were again sent out to the staff. The purpose of 
these surveys was to determine if they had observed any increase in self-advocacy during 
the previous nine weeks, and if they had, whether it had teen accompanied by academic 
improvement. The author then isolated the responses of the teachers who had the 
participating students in their classrooms on a daily basis and had responded to both 
surveys. 

The participating students were also given a survey. This questionnaire asked if they 
had noticed an improvement in their grades, if they felt it was related to a tetter 
understanding of their disability, and if they had used any of the suggestions they had 
teen given. Participating students' grades in three classes - English, Math, and Science - 
were gathered and compared to their grades in these dasses from the previous nine-week 
grading period. 

Results 

The original purpose of this action research was to answer the question, "What are 
the effects of self-knowledge of learning deficiendes on academic achievement of 
students with disabilities?" After reviewing the grades of the partidpating students, the 
answer appears to be positive. As the author progressed through the literature, a second, 
but by no means secondary, question arose. "What are the effects of self-knowledge on 
self-advocacy skills?" Here the data seemed to indicate there was no effect. 

At the beginning of the study, 57 surveys were distributed to teachers and para- 
educators. 77% or 44 of them responded. When 57 surveys were handed out at the end of 
the study, 75% responded, although all of the people who answered the second survey 
were not the ones who had replied to the first. For better control of the research, only 
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responses from the staff who saw the participating students in class on a daily basis and 
answered both surveys were used. Of the 17 staff members who worked with the students 
daily, 10 returned both surveys. 

From the first survey, the researcher found that five of the ten questions (questions 5- 
9, see Appendix A) had a direct relationship to the purpose of this study. When asked if 
they would comply with modifications and accommodations of which they were aware, 
80% agreed or agreed strongly. The remaining two were uncertain. Eight of the ten 
respondents were unsure or didn’t believe that students were aware of their own specific 
learning disability. Most of the staff, 70%, believed that students with learning 
disabilities should advocate for themselves. One of the educators wasn’t sure if they 
would be open to modification suggestions from a self-advocating student. A teacher who 
strongly agreed to be open to such ideas stated that she "would listen but may not agree." 
Ninety percent thought that students who advocate for themselves have a better chance at 
improving their academic achievement (see Appendix A). 

In the follow-up survey, only 60% of the staff felt that students should advocate for 
themselves (see Appendix B). One teacher, who strongly agreed that students should be 
self-advocates, said, "It depends whether one is advocating as an excuse with an attitude 
or whether she/he is really trying." It was a 50-50 split as to whether students who 
advocate for themselves have a better chance at inproving their academic performance. 
Of the ten surveyed, only two had noticed an increase in self-advocacy over the length of 
the study. One teacher noticed an increase in student self-knowledge of their specific 
learning disability and the same teacher felt that these self-advocates had improved their 
grades. 

Thirteen students were surveyed at the end of the nine-week grading period (see 
Appendix Q. Seven of them felt that their grades had gone up during that time. The 
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remainder of the students were uncertain. When asked if they thought the increase was an 
indicator of a better understanding of their specific learning disability, eight thought it 
was, three thought it wasn't, and two students were unsure if it had any effect at all. Nine 
students claimed to have used some of the suggestions they were given at the beginning 
of the research. Six students stated they had asked their teachers to make changes to help 
them do better in class. All but two of the student respondents agreed with the statement, 
"I think other students would do better in their classes if they had this additional help." 

The grades from three core subjects, English, Math, and Science, were collected at 
the end of the second nine- week grading period and at the end of the third term. They 
were compared to each other (see Appendix D) to judge if there had been an 
improvement and also to gauge the correlation between students' perceptions of their 
performance and the numerical reality. Two of the participating students saw an increase 
of at least one letter grade in all three subjects. Another two students accomplished an 
increase of at least one letter grade in two subjects. Five parti dpants in the action 
research improved a mi nimum of one letter grade in one subject Three students saw no 
change and one student actually dropped in one subject Of the seven students who 
thought their grades had improved, six of them actually did improve by at least one letter 
grade in a minimum of one subject. 

The author recorded in his observations 10 individual instances of students 
advocating for themselves. Some of the students who demonstrated self-advocating 
behaviors later reported that they hadn’t taken any steps towards implementing such 
activities. 

Interpretations 

The purpose of this action research study was to determine the effects of self- 
knowledge on academic performance and self-advocacy skills. Students were given a 
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written list of recommendations for overcoming their learning deficits, along with a book, 
which provided information on how the brain processes data and how to work with 
specific deficiencies. Students with learning disabilities and their teachers, were 
surveyed, students' grades compared, and observations mads to determine the outcome of 
the study. 

Summary of Findings 

Nine out of the 13 participating students, improved a minimum of one letter grade in 
one subject (see Appendix C & D). This would appear to indicate that increasing self- 
knowledge of specific learning disabilities does improve academic performance. 

However, only two-thirds of those students reported a better understanding of their 
learning disability. Six of the nine students thought they had used some of the 
suggestions they were given. Forty-six percent of the entire group stated that they had 
either increased their self-knowledge and/or used the recommendations for working with 
their disability. There were decreases of at least one letter grade in one subject by eight 
participants who believed they had a better understanding of their learning disability 
and/or had used the proscribed suggestions. 

In contrast, a student who reported neither increased self-knowledge, nor using any of 
the ideas he had been offered, improved his grades by at least two marks in every subject. 
Another student increased his class scores by two letter grades in two subjects while 
stating that none of the materials he had been given had been of any use. Some of the 
students, who employed the resources they had been offered, saw no academic 
improvement, or worse yet, received only decreases in their grades. Based on these 
findings, the author felt that there was insufficient evidence to support the theory that, 
given the procedures followed in this research, increased self-knowledge of specific 
learning disabilities improves academic performance. On the other hand, it was noted that 
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following the steps of the study increased grades twice as many times as a decrease was 
found 

Despite the number of students who demonstrated academic improvement, only one 
teacher felt that the students had increased their self-knowledge of their specific disability 
and that there had been academic improvement because of it 

In answer to the question, "What are the effects of self-knowledge on self-advocacy?", 
the results were even more ambiguous. Only two of the 10 teachers surveyed noticed any 
increased self-advocacy and, as noted above, only one of those two believed it had a 
positive effect - despite the fact that 70% of the teachers surveyed felt that students 
should advocate for themselves and 90% stated they would be open to suggestions and 
that self-advocacy would improve academic performance. Six of the 13 students stated 
they had advocated for themselves. The researcher noted 10 instances of self-advocacy 
demonstrated by participating students. Given the hours of observations by the author, 
these individual acts account for no actual improvement in the desired activity. 

There appeared to be a relationship between students receiving additional 
information about their learning disabilities and improved academic achievement. The 
results were substantial enough to indicate that the intervention had some positive 
outcomes. However, the two students with the highest-grade gains stated that they did 
not have a better understanding of their specific disability and they did not use the 
suggestions they were given. Almost 50% of the students reported asking teachers for 
changes in their instruction. Despite the fact that educators were aware that research into 
the effects of increased self-knowledge and self-advocacy was being done, and possibly 
were on a higher alert for the target behaviors, only one out of 10 teachers stated they 
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had observed an increase in self-advocacy. This brought into question what other factors 
were at work. 

Participating students in the study were all in the ninth grade. This calls into question 
the effect that transitioning to a new environment, middle school to high school, has on 
students. Also, what are the effects of cognitive development, mental maturity, on 
understanding one's strengths and deficits, and developing self-advocacy skills? Sands 
and Doll (1996) found that in order to advocate for themselves, students must be able to 
create appropriate interactions with adults. Kendall (as cited in Sands & Doll, 1996) 
states that this skill develops gradually, through childhood and into adolescence. Part of 
positive social interaction is the ability to understand another person's point of view. . 
According to Piaget(as cited in Sands & Doll), this "social perspective taking emerges as 
children come to realize that their perspective is not shared by all. 

Development of these socio-cognitive skills may be slowed in students with learning 
disabilities. Overcoming one’s egocentridty could be more difficult for students who are 
used to having adults take care of their instructional and life skills needs. Teachers and 
parents may be unwittingly helping their charges in a state of learned helplessness, 
believes Michaels (as cited in Kling, 2000), by advocating for students and not allowing 
them to make their own choices. When these students enter high school and then move on 
to adult life, they are unprepared for making their own decisions. Their learned passivity, 
Engly (as cited in Roffman & Herzog, 1994) believes, sabotages their ability to express 
their needs and jeopardizes their success in all aspects of life. Hill and Tollerud (1996) 
postulate that the stigma of being labeled 'learning disabled" causes a loss of self-dignity. 
Loss of dignity, states Hammacheck (as cited in Roffman & Herzog), can cause students 
to become discouraged and apathetic. 
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Delivery of the intervention must also be considered Simply offering written 
information about the subject, with very little verbal interaction or guidance, may explain 
why students thought they had advocated for themselves, while their teachers didn't 
notice any change. If a student's deficits were in written language, it is probable that, if 
the information was even read, it was not understood In order to be effective, especially 
when dealing with different means of processing, instruction in specific learning 
disabilities needs to be multi-faceted in order to reach individual learning strengths. 
Students need to be exposed to appropriate advocating skills through modeling and 
allowed to practice them in a safe environment. We don't simply hand a person a hammer 
and saw and expect them to build a house. Tools are useless if their proper usage is not 
demonstrated and rehearsed 

One teacher, who saw no improvement in self-advocacy, implied that students didn't 
have the needed skills to succeed She said that students need to know how to access 
success, and know that they are capable of it, before they can advocate for themselves. 
Warger and Burnette (2000) found that instruction in these skills can begin as early as 
elementary grades or perhaps even pre-school (Kling 2000). By waiting until high school 
to begin developing self-advocacy skills, we run the risk of having to undo years of 
learned helplessness, which deprives students from developing a sense of self- 
determination. 

Plan of Action 

The author would recommend that self-advocacy skills training be designed into the 
curriculum, beginning in elementary school. Students should learn about their 
weaknesses and strengths. They need to understand what the whole IEP ( Individualized 
Education Plan) process is about and be encouraged to take an active part in developing 
their own IEP. Adolescents with learning disabilities should have the opportunity to take 
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a course in self-advocacy/self-determination during their ninth grads year, or earlier, if 
possible. According to Skinner (1998), being able to express strengths and weaknesses 
and appropriately request accommodations are basic skills, necessary for individuals with 
learning disabilities to succeed. 

Suggestions for Future Research 

This action research created enough questions to keep the author busy for quite 
awhile. What are the effects of more written feedback and fewer graded assignments in 
establishing self-advocacy? How would a course in self-determination inpact academic 
achievement? Should self-advocacy be incorporated into the general curriculum? Learned 
helplessness, how do we learn it? What comprises an effective self-advocacy curriculum? 
The researcher was both frustrated and elated to find that for every answer he believed he 
had found, at least two questions arose from the solution. 

Limitations 

Not enough time was allowed for gathering data at the end of the research. School 
being closed for two days, because of meteorological events compressed what was 
already a tight schedule. The researcher didn't have enough time to gather more follow-up 
surveys from the staff. The closings also delayed students' knowledge of their grades. At 
the tine of the student survey, responses about academic improvement were based on 
speculation. Another study should indude a preliminary survey for the students. It 
should also find ways to foster more parental involvement 

Summary 

Originally, this author set out to leam more about information processing. His 
literature review led him from "processing”, through brain research and back again. 
Following another path, into processing defidts, the researcher became curious about 
students ' self-knowledge of their spedfic learning disabilities. Would individuals, better 
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informed about their strengths and weaknesses, become better students academically? 
Would improving students' self-knowledge of their deficits help them to become better 
self-advocates? 

Using the Cognitive Processing Inventory (CPI), the researcher gathered information 
about 13 students and their learning strengths and weaknesses. The individuals were then 
given recommendations to help them strengthen, or overcome, their deficits. Teachers 
and students were surveyed in order to find out if the intervention was successful in 
promoting self-advocacy skills and improving academic performance. 

Results from the research tended to show that, while a majority of the participating 
students did display improved grades, not all of them felt it was connected to the 
suggestions they had received Less than half of the students reported asking for changes/ 
advocating for themselves. Teachers who had the participants in class did not generally 
notice an increase in self-advocating behavior. The researcher observed 10 
demonstrations of self-advocacy, but given the time spent observing, these examples 
occurred so rarely that they could have been coincidental. 

Backed by the data gathered in this action research and the literature, the author 
believes that a course or curriculum of self-advocacy would guide students towards a 
more meaningful educational experience and allow them to mak e a more successful 
transition to post-secondary life. 



O 
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Appendix A 

Preliminary Teacher Survey 

Strongly Uncertain Strongly 

Disagree Disagree Don't know Agree Agree 













tot 


<33 


* 


2 ' 






5 



1 2345 

1 2345 

1 2345 

1 2345 

1 2345 

1 2345 

1 2345 
1 2345 

1 2345 

1 2345 



1) 1 believe that "inclusion" is the best way to teach students with learning 

disabilities. 

2) I currently have students with learning disabilities in my classroom who 

are struggling to keep up with the dass work. 

3) I am aware of the specific learning disability of each of my students with 

learning disabilities. 

4) I am aware of the modifications and accommodations for each of the 

students with learning disabilities in my classes. 

5) To the best of my ability, I comply with the modifications and 

accommodations of which I am made aware. 

6) The students with learning disabilities in my dasses know spedfically 

what their disability is. 

7) Students with learning disabilities should advocate for themselves. 

8) I would be open to suggestions for modifications and accommodations 

made by self-advocating students with learning disabilities. 

9) Students with learning disabilities who advocate for themselves would 

have a better chance of improving their academic achievement. 

1 0) I think my time and energy could be put to better use. 
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Appendix A 

Preliminary Teacher Survey 



Table A1 

Teacher Responses to Preliminary Survey 



Teachers 


Comply with 
mods./ aware 
of 

Question 5 


Students 
know 
disabilities 
Question 6 


Advocate for 
selves 
Question 7 


Open to 
suggestions 
Question 8 


Advocating 
improves 
achieve. 
Questions 9 


E6 


5 


3 


3 


4 


4 


E7 


5 


5 


5 


5 


5 


F5 


5 


4 


4 


5 


5 


Ml 2 


5 


2 


5 


5 


5 


S8 


4 


1 


4 


4 


4 


S15 


5 


2 


4 


4 


4 


S16 


5 


2 


5 


5 


5 


S20 


4 


3 


2 


3 


2 


S22 


3 


3 


4 


5 


5 


V2 


3 


3 


2 


5 


4 



Note. Numbers indicate Likert scale ratings (1 = strongly disagree . 2 = disagree . 
3 = uncertain or don't know . 4 = agree. 5 = strongly agree .). 



< — 

1 2 3 
1 2 3 

1 2 3 



12 3 
N/A 



1 2 3 
N/A 
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Follow-up Teacher Survey 

Strongly Uncertain Strongly 



Disa 


igree Disa 


gree Don'i 


t know Ag 


ree As 


Tee 















1 2 3 4 5 






4 5 1) Students with learning disabilities should advocate for themselves, 

4 5 2) Students with learning disabilities who advocate for themselves 

would have a better chance of improving their academic 
achievement 



4 5 3) I have noticed an increase in the use of self-advocacy by students 

with learning disabilities during the last nine weeks. 

4 5 4) Students who have advocated for themselves during the last nine 

weeks have demonstrated a greater self-knowledge of their 
learning disability. 

4 5 5) Students who have advocated for themselves in the last nine weeks 

have improved their academic performance. 



Comments: 
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Follow-up Teacher Survey 



Table B2 

Teacher Responses to Follow-up survey 



Teachers 


Advocate for 
selves 
Question 1 


Advocating 
improves 
achieve. 
Question 2 


Noticed 
increased 
advocacy 
Question 3 


Students 
demonstrate 
greater 
knowledge 
Question 4 


Improved 
academic perf. 
Question 5 


E6 


4 


4 


2 


n/a 


n/a 


E7 


5 


3 


4 


3 


3 


F5 


4 


4 


2 


n/a 


n/a 


Ml 2 


3 


2 


3 


3 


3 


S8 


5 


5 


2 


n/a 


n/a 


S15 


5 


5 


4 


4 


4 


S16 


5 


4 


2 


n/a 


n/a 


S20 


2 


2 


2 


2 


2 


S22 


3 


3 


2 


2 


2 


V2 


2 


2 


1 


3 


2 



Note. Numbers indicate responses to questions on the Likert scale, (1 = strongly disagree . 2 = 
disagree, 3 = nncertain/ don't know . 4 = agree , and 5 = strongly agree .). 
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Appendix C 
Student Survey 

Using the scale below as a guide, please answer the following questions by circling the 
number that comes the closest to your feelings. Circle the number 3 if there has been no change 
or you are not sure. 

Strongly No Change Strongly 

Disagree Disagree Not Sure Agree Agree 

— I H 1 1 b- 

1 2 3 4 5 



1 . My grades improved during the last 9- week grading period 

2. The improvement was a result of having a better understanding 
of my specific learning disability. 

3. I used some of the suggestions I was given to help me 
in my classes. 

4. I asked my teachers to mak e some changes to help me do 
better in my classes. 

5. I think other students would do better in their classes if they 
had this additional help. 



1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 



Comments: 
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Table C3 

Student Responses to Survey 



Improvement/ 

Grades better Used Asked for Others would 

improved understanding suggestions changes benefit 

Students Question 1 Question 2 Question 3 Question 4 Question 5 



PI 

P2 

P3 

P4 

P5 

P6 

P7 

P8 

P9 

P10 

Pll 

PI 2 

PI 3 



4 

5 
3 
3 

3 

4 

5 
5 
3 
3 
3 
5 
5 



4 

4 

4 

2 

2 

3 

4 
4 
4 

3 

4 
2 
4 



4 

4 

5 
1 
4 
4 

4 

5 
2 
4 
4 
2 
3 



3 

4 

3 
1 

4 
3 

3 

4 

4 

3 
2 

5 

4 



5 

5 

5 

2 

4 

5 
5 
5 

3 
5 
5 

4 

5 



Note. Numbers indicate question responses on the Likert scale, (1 = s t r o ngly disagree, 2 = 
disagree . 3 = no change/unsure . 4 = ag ree , and 5 = strongly agree,). 
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Student Grade Comparison 



Students 


Math 

2 nd 9 wk. 3 rd 9 wk. 


Science 

2 nd 9 wk. 3 rd 9 wk. 


English 

2 nd 9 wk. 3 rd 9 wk. 


PI 


C 81 


D+ 75.6 


F 62.4 


F 57.5 


F 38 


D+ 76 


P2 


B 88.1 


B 86.8 


A 95.1 


A- 92.9 


D 72.7 


C+ 84.4 


P3 


C 81.8 


B 90.1 


D 71.7 


D- 70 


D 71.5 


F 68.3 


P4 


B 87.7 


D- 71 


C- 77.8 


A- 94.2 


D- 69.7 


B- 85.2 


P5 


D- 70 


D 73 


F 58.5 


F 57.9 


D- 71.3 


F 56.9 


P6 


C+ 83.7 


B+ 91.6 


B 90.3 


B+ 91.4 


D 73.3 


F 63.1 


P7 


C+ 84.3 


D+ 76 


C 80.6 


B 89.7 


D- 71 


C+ 84.4 


P8 


D+ 75.3 


D+ 74.9 


D- 70.1 


D- 70.3 


D- 70.1 


D- 71.4 


P9 


B- 86 


C+ 84.9 


C 77.6 


D- 71.1 


A 97 


A- 94 


P10 


B 88.5 


D 73.2 


D- 70.1 


D- 69.6 


A 96 


A- 94.4 


Pll 


D 72.2 


Inc. 


F 51.9 


F 53.8 


F 50.2 


C- 77.7 


PI 2 


F 51.6 


C- 77.2 


D+ 75.7 


A 94.5 


F 67.2 


C- 77 


PI 3 


B- 91.6 


A 97.1 


B 89.1 


A 94.7 


C- 77.8 


B 90.2 



Note. Numbers indicate grade percentages. 




38 



Self- knowledge of Processing 38 



Appendix E 

CPI for Parents and Student 

Co gnitive Processing Inventory for Students (CPI-S) ages 7-19 (Crouse, 1998) 
(Copyright 1999, Scott L. Crouse. Used with permission.) 

Name of student being rated: 

School: 

Age: Grade: Date: 

Rated by: Self Mother Father Other 

Part 1: 

The following questions may provide valuable information which can help in the interpretation 
of the ratings obtained on pages 2 and 3. Please answer each of these questions to the best of 
your ability by circling the correct response, as it applies to the student being rated. 

1. Sex: Male Female 

2. Handedness: Right Left Both ? 

3. Primary ethnic Origin: White Black Asian American Indian Hispanic 

4. Is any medication taken on a regular basis? Yes No For 

what? 

5. Special Education Services? None LD ED Speech/ Lang . OHI 

Other 

6. Are there any other family members with learning disabilities? Yes No (if yes, circle 
below) 



Parent Sibling Aunt/Uncle Grandparent Cousin 



7. 


Were there any complications before or during birth? 


Yes 


No 


? 


8. 


Has there ever been a serious head injury? 


Yes 


No 


? 


9. 


Has there ever been any medical issue that may have affected the brain? 


Yes 


No 


? 



0 
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CPI for Parents and Students 

10. Did the student have many ear infections during infancy or childhood? Yes 

11. Is there an allergy or asthma? Yes 

12. Is there an identified or suspected attention disorder (ADD or ADHD)? Yes 

13. Does this student have an identified or suspected Learning Disability? Yes 

14. In your opinion, are there any behavior problems which 

may interfere with school? Yes 

15. Is there a vision problem that is not fully correctable with glasses? Yes 

1 6. Is there a hearing problem that is not fully corrected? Yes 

17. Compared to other students, time spent studying is: More Less 

18. Overall, which of these areas is the strongest? Reading Math Writing 

19. Overall, which of these areas is the weakest? Reading Math Writing 

Part 2: 

For the following 40 items, rate yourself (your child) based upon information from any reliable 
source (i.e. direct observation, interview, assessment data, etc.). Use the following scale to circle 
a number from 1 to 5 to the right of each item. Use 3 if uncertain. 



Obvious 


Apparent 


Average or 


Not a 


Obvious 


Difficulty 


Weakness 


Uncertain 


Problem 


Strength 


1 


2 


3 


4 


5 



No ? 
No ? 
No ? 
No ? 

No ? 
No ? 
No ? 
Same 



1 . Ability to understan d or remember questions, directions, or instructions. 

Like when a teacher is just lecturing without any charts or pictures. 1 

2. Ability to remember the names of new people that you (he/she)meet. 1 

3. Ability to remember new phone numbers and/or addresses. 1 



2 3 4 5 

2 3 4 5 

2 3 4 5 
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CPI for Parents and Students 



Obvious 


Apparent 


Average or 


Not a 


Obvious 


Difficulty 


Weakness 


Uncertain 


Problem 


Strength 


1 


2 


3 


4 


5 



4. Ability to remember the names of characters or other specific 
details in a story or movie. 

5. Ability to remember or understand the basic idea of what happened in a 
movie story - general information rather than specific details. 

6. Ability to quickly think: through a difficult problem or situation. 

Does a better answer come later in the day or even the next day? 

7. Ability to get or stay organized. Does organization come easy? 

8. Ability to "plan" and to break large tasks into smaller parts or steps. 

9. Ability to pay attention to instructions and lectures. 

10. Ability to remember or follow complex directions or requests 
(involving 3 or more steps). Does the request need to be repeated? 

1 1 . Ability to read quickly and fluently. 

12. Ability to quickly sound out new words. 

13. Ability to understand what is readjust using the "context" 

(without pictures). 

14. Ability to understand what is read when there are pictures for dues. 

15. Handwriting neatness. 

16. Writing mechanics (spelling, punctuation, capitalization, etc.) 

17. Writing content Ability to express ideas in writing when the 
"mechanics" don't matter. 



1 2 3 4 5 

1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 
1 2 3 4 5 

1 2 3 4 5 
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CPI for Parents and Students 




Obvious 


Apparent Average or 


Not a 


Obvious 


Difficulty 


Weakness Uncertain 


Problem 


Strength 


1 


2 3 


4 


5 



18. Letter/word orientation. This is a "difficulty" if letters are ever reversed 

(b/d, etc.), out of order in words or starting words with the wrong letter. 1 2 

19. Ability to remember specific formulas for solving math problems. 1 2 

20. Ability to estimate or figure out the answer to math problems 

without using a specific formula. 1 2 

21. Verbal speed - ability to talk quickly and clearly. 1 2 

22. Verbal fluency without noticeable pauses or groping for words. 

Is it difficult to come up with the right words to express a thought? 1 2 

23. Ability to solve visual or mechanical puzzles or problems. 1 2 

24. Ability to recognize voices (like on the telephone). 1 2 

25. Ability to stay focused and recheck tasks without making careless mistakes. 1 2 

26. Ability to be creative and cone up with new ideas or new ways 1 2 

of doing something. 

27. General sense of humor. Do you (he/she) see humor in lots of situations 



or have difficulty understanding what others think is funny? 1 2 

28. Rhythmic or musical skills (even if an instrument is not played). 1 2 

29. Arts and crafts skills (drawing, panting, sculpture, etc.). 1 2 

30. Ability to visualize and imagin e things in your (his/her) head 

(pictures, faces, words, numbers, etc.) 1 2 

31 . Ability to accomplish long-term goals or projects. 1 2 



3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 

3 



4 5 

4 5 

4 5 

4 5 

4 5 

4 5 

4 5 

4 5 

4 5 



4 5 
4 5 
4 5 

4 5 
4 5 
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Appendix E 

CPI for Parents and Students 



Obvious 


Apparent 


Average or 


Not a 


Difficulty 


Weakness 


Uncertain 


Problem 


1 


2 


3 


4 



Obvious 

Strength 

5 



32. Directional skills (right/left, north/south, etc.). 1 

33. Ability to complete jigsaw puzzles. 1 

34. Ability to remember the words to new popular songs. 1 

35. Ability to remember the tunes to new popular songs? 1 

36. Ability to go someplace new (city, mall, school, etc.) without getting lost. 1 

37. Athletic abilities/coordination. 1 

38. Ability to remember the rules to games. 1 

39. Ability to keep up with activities. Are you (he/she) the first to start 

and/or finish something (4 or 5) or are others kept waiting (1 or 2)? 1 

40. Ability to sit still for long periods of time in school? 1 



2 

2 

2 

2 

2 

2 

2 

2 

2 



3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 
3 4 5 

3 4 5 
3 4 5 
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